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The effective teaching of social skills in middle school is not only important, but
necessary. Although learning these skills are essential, most schools find it quite
challenging to develop school-wide social skills programs. Educational reform, school
restructuring and national educational goals seem to mostly focus on students’ academic
achievement, conveying the distinct impression that nothing else matters except for the
child’s role as a student (Elias & Muller, 1994).
According to Elias and Muller (1994), amidst all of the emphasis on what kinds of
world class students our nation’s schools should turn out, we have lost sight of a more
encompassing focus—encouraging the development ofworld classpeople. In particular,
they suggested that we focus on the middle school child. By the time students leave
middle school, many children will have a strong sense of their own level of competence
and what the future may or many not hold for them. They also will have a clear sense of
how, ifat all, school fits into their future. From this perspective, Elias and Mueller
(1994) states that it becomes important to look at middle school students with a view
toward how their schooling interfaces with their peer, community, and family lives to
forge an identity that will allow them to grow not just as students, but as people. Elias




1. Possess a positive sense of self-worth;
2. Feel capable as they interact with others and take on new developmental
tasks and challenges;
3. Behave ethically and responsibly toward others;
4. Develop sound work habits, motivation and values;
5. Have a perspective on the future that provides a source ofpositive
direction and energy;
6. Appreciate the benefits of a multi-racial society and respect the values of
others;
7. Are skilled in interpersonal encoimters and communication, get along with
others, and develop long-term interpersonal relationships;
8. Engage in health-enhancing and health protective behaviors;
9. Are motivated to become productive citizens by serving as positive,
contributing members of their peer group, family, school, and community;10.Avoid engaging in behavior that may lead to negative consequences such
as substance abuse, unwanted pregnancy, AIDS, social isolation, serious
physical injury, school dropout, depression, suicide, unemplo3anent or
criminal prosecution.
Wynime and Walberg (1996) projected that combining this broad vision with a closer
look at early adolescence could lead to a refocusing on educational issues for this
pivotal age group.
3
The social skills middle school students bring into problematic situations and the
extent to which they are exposed to resources and learning opportunities to increase
their skills set, will determine in large part their level of success (Elias & Muller, 1994).
Indeed as they move toward greater interdependence from direct and intense adult
supervision, middle school-aged children’s capacity for sound social judgment and
appropriate social skills becomes just as important as their basic academic abilities
(Elias & Muller, 1994). Their success in the adult world is no less dependent on their
academic ability than their interpersonal and intrapersonal skills (Blyth & Gardner,
1991; Sternberg & Wagner, 1986).
The skills Elias and Muller (1994) noted above that those social skills related to
students behaving ethically and responsibly toward others and social skills that show an
appreciation of the benefits of a multiracial society and respect the values of others
greatly impact school climate and culture. Bulach and Malone (1994) described school
climate as having several components, one ofwhich is student discipline—^the degree to
which the administration and teachers are able to manage the behavior of the students.
School climate/culture clearly correlates with student discipline. Moos (1979) defined
school climate as the social atmosphere of a setting or learning environment in which
students have different experiences. Moos (1979) further divided social environments
into three categories: (a) relationship, which includes involvement, affiliation with
others in the classroom, and teacher support; (b) personal growth or goal orientation,
which includes the personal development and self-enhancement of all members of the
environment; and (c) system maintenance and system change, which includes the
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orderliness of the environment, the clarity of the rules, and the strictness of the teacher
in enforcing the rules. This definition is closely relevant to students’ social
development and correlates with Elias and Muller’s vision of creating world class
people.
Backgroimd of the Problem
In the spring of 2003, amiddle school in Atlanta, Georgia decided to
strategically address student misconduct and the school’s climate by enhancing the
social development of their students. Prior to this intervention, there had been no
previous internal program focusing specifically on social development. The school
organized two Discipline Strategy Workshops to discuss the school’s culture, share the
discipline data which included the identification of the top five discipline issues
(described in more detail in Appendix A) and share strategies to address student
behavior. The top five discipline issues were:
1. Physical contact, threats ofphysical contact, abusive or vulgar language
(student to staff);
2. Physical contact, threats ofphysical contact, abusive or vulgar language
(student to student);
3. Failure to follow direction;
4. Unexcused absences or tardiness; and
5. Disrespectful conduct.
These workshops were initially planned to address the number of student
discipline reports referred to the school’s Discipline Office. The school, hereafter
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referred to as School A (Treatment Group), noted that there seemed to be an alarming
escalation of disciplinary referrals as compared to the previous year and as compared to
a comparable middle school in the same cluster, hereafter referred to as School B
(Control Group). A review of the discipline data at both schools indicated a disparity in
the number of discipline referrals recorded from the 2002-2003 (Year 1) and the
2003-2004 (Year 2). Three groups of stakeholders were present at both workshops:
faculty, parents, and central office staff One main recommendation was that all
students take social skills training as a positive approach to addressing negative
behavior. Students in all grades began taking the social skills lessons offered for a
period of 30 minutes every morning four days each week during May 2003.
In August of the next school year, the social skills training continued weekly.
Additionally, students were exposed to other social skills sessions during required
health classes through the G.R.E.A.T. Program (see Appendix B for a description of the
program). Social skills were also taught for one hour during Saturday Opportunity
School. Saturday Opportunity School is an intervention on the school’s discipline cycle
which students received prior to being suspended from school. In all, most students
should have aminimum of 50 sessions of social skills training by the end ofYear 2.
Teachers received monthly staff development training throughout the year on effective
strategies for addressing challenging behavior situations and how to effectively teach
social skills.
In developing the local context of this problem, it is necessary to know that
school administrators typically spend an unusually large amount of time addressing
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negative student behavior and encouraging positive student outcomes. Consequently, a
strong focus on academic achievement diminishes. When a student acts out and
receives a discipline report, normally because of antisocial behavior, a very lengthy
process is initiated. The administrator is required to hold a discipline conference with
the student(s) involved. Many times prolonged investigations are required.
Specifically, each time the school administrator has a discipline conference, time
is diverted from other important tasks (instructional, support, etc.). In each discipline
conference, the administrator must remind the student of expectations for his or her
behavior and include a discussion encouraging the student to make better choices. If
the child is receiving special services, a discussion with the Instructional Lead Teacher
(ILT) may be in order. A parent phone call or conference follows. Paperwork is
completed; including a letter home to the student’s parents. Written requests for
teachers to prepare assignments for the suspended student are made. Coordination is
needed between the In School Suspension (ISS) and/or Out ofSchool Suspension (OSS)
program facilitator. Finally, the student’s discipline record is updated in the school’s
information system.
The number ofdiscipline referrals, coupled with the time consuming steps to
process each discipline referral, creates a major problem for school administrators.
Based on a discipline data review, administrators at School A spend a large amount of
time and other resources addressing student discipline. This study is important for
school administrators as they seek to reduce the amoimt of time required for handling
student discipline and antisocial behavior.
7
Statement of the Problem
Social skills training is very beneficial to students growing and developing into
good citizens and mature adults (Elias & Muller, 1994). Learning social skills help
children make better choices and specifically increases desired student behavior
(Taylor, 1993). This study hopes to examine the relationship among social skills
training, student behavior, and school culture. The intent of the study is to investigate
whether negative student behavior decreases and whether teachers and students perceive
a positive change in school culture as influenced by a weekly social skills training
program.
Research Questions
1. Did the top five discipline infractions at School A decrease from Year 1
to Year 2 as compared to the same discipline infractions in School B?
2. What are teachers’ and students’ perceptions of the school climate after
social skills training?
3. What are the teachers’ perceptions of the effectiveness of the social skills
training program? Are there differences between beginning and
experienced teachers?
4. Are there differences in the perception of the social skills training
between types of students (disciplined and non-disciplined students)?
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Significance of the Study
Elksnin (1998) recognized that children who fail to acquire appropriate social
skills have a lower probability of completing school, becoming employed, and
becoming well-adjusted adults. More specifically, social skills deficits are viewed as
critical factors in the widespread social problems of our youth. High rates ofviolent
crime, racial and ethnic discrimination, gang wars, school dropouts, post high school
unemployment and crime, teenage pregnancy, teenage suicide, drug and alcohol abuse,
and general social maladaptation contribute to a nationwide emergency of
unprecedented proportion (Orr, 1987; Soderberg, 1988).
LeCroy (1983) noted that although a myriad of economic, social, and personal
factors are associated with these problems, it is apparent that those basic social skills
essential for constructive interpersonal interaction, which are vitally linked to
subsequent community, school, family and career adjustment are lacking for many of
our nation’s youth.
Strain and Odom (1986) argued that social skill deficiency in early childhood
was the single best predictor of significant problems in adulthood. Namka (1977)
stressed that children become locked into negative coping patterns and grow up learning
to use manipulation, addictive behavior, and violence as a way to live. Furthermore,
these children who are disliked by others are not able to form bonds easily. They often
resort to alcohol and drug use and engage in gang behavior for acceptance and
belonging. Making friends is one of the most important aspects of a child’s social life
(Calloway, 1999). Social skills training offers tools and techniques for children to form
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bonds and develop friendships and other positive relationships. Namka (1977)
explained that children who do not have a wide range of positive social skills to draw
from become disconnected from positive values. Rewarding and enjoyable interaction
and communication between people is indeed one of the most important components of
life.
In imderstanding this study in its local context, schools can increase the
probability of developing mature and responsible individuals by equipping students
with the necessary tools to grow socially. Social skills training can certainly benefit
school administrators by increasing the number ofmore positive interactions in school
thereby reducing discipline referrals resulting in out-of-school suspensions and in¬
school suspensions.
CHAPTER II
REVIEW OF THE LITERATURE
Children learn social skills as they grow and develop. These skills are acquired
and demonstrated in a broad social context that includes the home, school, and
community. A list of six types of social skills is provided in Table 1 (Parke, 1998).
Schools are ideal settings for teaching social skills because of their accessibility to




Interpersonal These behaviors are “friendship-making skills,” - such as
introducing yourself, joining in asking a favor, offering to
help, giving and accepting compliments, and apologizing.
Peer-Related These are skills valued by classmates, which are associated
with peer acceptance. Examples include working
cooperatively, asking for and receiving information, and





Teacher-Pleasing Behaviors associated with school success include
following directions, doing your best work, and listening to
the teacher.
Self-Related These skills allow a child to assess a social situation, select
an appropriate skill, and determine the skill’s effectiveness.
Other self-related behaviors include following through,
dealing with stress, understanding feelings, and controlling
anger.
Assertiveness These behaviors allow children to express their needs
without resorting to aggression.
Communication Communication skills include listener responsiveness, turn
taking, maintaining conversational attention, and giving the
speaker feedback.
Traditional View ofSocial Skills
Teachers have traditionally viewed the teaching ofacademic content as different
from the teaching of social skills (Howell, 1985). However, the distinction between
academic and social behavior is fairly arbitrary (Maag & Webber, 1995); they are
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governed by similar principles of learning and respond to similar interventions. So much
so that education research has stated that the best way to teach academics is through
social interaction, i.e., collaborative groups, etc. Teachers believe that their primary
responsibility is to instruct academic content, whereas they are expected to control social
behavior (Howell, Fox, & Morehead, 1993).
Maag and Webber (1995) reflected on the view that good behavior is ignored and
that bad behavior receives attention pervades our society. They recognized that
prevailing cultural ethos dictates that punishment is more acceptable than reward because
the former does not threaten our autonomy—^we are free to choose to behave in
responsible ways to avoid punishment. Conversely, a reward is seen as externally
applied, thereby intimating that people behave in certain ways not because they are
internally motivated, but because they are being coerced. Although punitive
contingencies may be more inconspicuous than reinforcement, the former is consistent
with the concept of control and is antithetical to promoting children’s social development
(Maag & Webber, 1995). Consequently, schools often have developed elaborate
discipline plans aimed at decreasing inappropriate social behavior but neglecting to
promote in a systemic way socially competent behavior.
Neel (1988) stressed that teachers must alter their perspective and view
misbehavior as an opportunity for increasing social skills rather than as something to be
punished. Maag and Webber (1995) noted most teachers would readily agree that when
students make mistakes in multiplication the goal is not to punish inappropriate
multiplication behavior. Rather, procedures are implemented to provide students with the
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correct strategy and practice to increase their competence in multiplication. The same
logic should apply for social behavior. This analogy is intended to reffame the social
development problem and set the stage for teachers to approach social skills training from
a proactive, instructional mind set, rather than a disciplinary one (Maag & Webber,
1995).
Traditionally, teachers who attempt to control behavior often implement
classroom management systems that prevent the use of social skills (Neel, 1988). For
example, it is difficult to promote social interaction between students if the class is set up
so that they are rewarded solely for completing their tasks, sitting quietly in their seats, or
only talking when they raise their hand. Interaction between students is essential and it
enables target students to have opportunities to observe and model the behavior of
socially competent peers, practice newly acquired social skills, and receives
reinforcement from peers for exhibiting these skills (Maag & Webber, 1995).
Social Skills and Culture
Murphy (1998) explained that students need to acquire interpersonal skills,
including the ability to work as a member of a team, to teach others, and to work well
with people fi-om diverse cultural backgrounds and tvith different viewpoints. This
prepares children to be competitive in the global work place of the 21** century.
Cartledge (2001) identified ways in which cultural discontinuities naturally occur
in school for students from culturally diverse backgrounds and ways in which school
personnel can bring about more satisfactory adjustments by directly teaching requisite
skills. Cartledge’s recommendations included creating positive affirming environments
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and teaching culturally relevant social behaviors. Cartledge discussed issues surrounding
cultural differences and social learning of students in the United States to assist in the
teaching of social skills from a perspective of cultural diversity. Cartledge emphasized
the relationship between culture and social behavior and discussed the importance of
ethnic identity relative to psychological adjustment and adaptive behavior.
Rivera and Atkinson (1997) examined the effects of cultural influences on social
behaviors of children from diverse backgrounds and suggested practical applications for
developing and implementing social skills behavioral characteristics for students with
minority backgrounds.
Glomb (1996) believed there was a need for culturally responsive teaching in
social skills training and examined the extent to which commercially available social
skills curricula accommodated cultural diversity. The study reviewed 11 curricula
designed for adolescence, a summary of each program, and a comparison of the programs
relative to 23 evaluative questions concerning culturally responsive teaching. Glomb
concluded that most commercially available social skills curricula are inadequate because
they lack important components ofculturally responsive teaching.
Hammond (1990) implemented the Positive Adolescents Choices Training
(PACT) program designed specifically for minority youth to reduce their disproportionate
risk for becoming victims or perpetrators of violence. The cognitive-behavioral group
training approach equipped students with specific social skills to use in situations of
interpersonal conflict. The PACT program was implemented with students between the
ages of 12 and 15 years of age in cooperation with an urban school system. Students who
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completed the training were rated by both teachers and trainers as showing improvement
in the target skill areas as measured by pre and post observation ofbehavior. Also,
participants completing the program demonstrated reduced negative behavior such as
suspensions or expulsions related to violent behavior in comparison to a closely matched
group ofuntrained students.
Social Skills and Academic Achievement
Warger and Rutherford (1996) suggested that social skills, among other skills are
prerequisites to achieving academic goals. To participate in most instructional tasks in a
classroom, students must participate in group lessons, interact appropriately with peers,
obtain, retrieve, and analyze information, solve problems collectively, and engage in
instructional formats such as cooperative learning and peer tutoring. To accomplish these
instructional tasks successfully, students must have mastery of basic social skills.
Parke, Harsham, Flyr, Oneil, Welch, and Strand (1998) showed that there is a link
between social skills and academic performances. Their study revealed:
1. Lower levels of social acceptance in kindergarten were predictive not only of
deficits in classroom social skills and work habits in the first and second
grade, but also of lower academic performance as assessed by grades and
standardized achievement test scores.
2. Social skills and academic competence influenced each other consistently
over time. A pattern emerged where academic competence casually
influenced social competence, which in tiun casually influenced academic
competence.
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3. Stable acceptance by peers over the early school years protects children from
early academic difficulties. Acceptance appeared to be associated with a
constellation ofpositive social skills that serve as a protective factor for
children from later social difficulties with peers. It also appeared to set the
stage for enhanced classroom behaviors, work habits and academic
achievement.
4. Children with social difficulties may be at risk for later school failure because
of less than optimal learning styles, such as spending less time on task, doing
homework less often and displaying poor planning and organizational skills.
Parke, Harsham et al. (1998) foimd that the behavioral repertoire that children
bring to social interactions is likely to carry over to classroom learning experiences.
They also found that socially compliant and cooperative children are likely to be
cooperative and compliant during educational activities. They found children who are
skilled at solving social problems displayed better problem-solving skills in the academic
domain.
Taylor (1993) looked at the relationship between social skills development,
academic achievement, and interpersonal relations of a group of students. This study was
designed to determine if a one-year structured social skills program would improve
academic and interpersonal skills and attendance in young Afncan American males.
Study participants, 33 fourth-grade boys, demonstrated a variety ofpoor social skills and
destructive and aggressive behaviors. The social skills program activities included
techniques for improving bonding, attention, sense ofbelonging, group skills, confidence.
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motivation, caring, problem solving, and behavior problems. Both teachers and parents
were pleased with the significant gains that students made in improving academic and
interpersonal skills. The project appeared to significantly change the negative and
aggressive behaviors of the boys, to expand their self-images, and to improve grades in
reading and mathematics.
Elliot, Malecki, and Demaray (2001) argued that social success along with
supportive school environments interact to become academic enablers, thus indirectly
affecting the outcome of academic success. Wentzel (1993) illustrated that students’
prosocial classroom behaviors have a direct, casual effect on their academic achievement
(as noted by grades and standardized test scores). There were several viable ways that a
student’s social conduct could affect his or her academic achievement. For example,
Wentzel hypothesized that behaving responsibly directly and independently might
contribute to academic achievement, even when other factors such as IQ, family
structure, and ethnicity, were taken into account. Wentzel studied the casual effects of
423 sixth-and seventh-grade students’ prosocial and antisocial behaviors on their grade
point averages (GPAs) and Stanford Test ofBasic Skills (STBS) scores.
Controlling for the potential confounding effects of academic behavior, teachers’
preference for student, IQ, sex, ethnicity, family structure, and attendance, Wentzel found
that prosocial behavior and antisocial behavior were independent predictors of students’
GPAs and that prosocial behavior was an independent predictor of STBS scores.
Wentzel argued that students’ prosocial behavior in the classroom had a direct and
statistically significant effect on their GPAs, as did their antisocial behavior. Both types
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ofbehavior had a direct and statistically significant effect on teacher rated academic
behavior (i.e., interested in learning, works independently, etc), which in turn greatly
influenced GPA. Interestingly, students’ prosocial behavior was not found to influence
teachers’ preferences for students significantly; their antisocial behaviors, however, had a
rather large negative impact on teachers’ preferences. Wentzel fovmd virtually identical
patterns of relations, when the influences of these same variables on the outcome variable
of STBS scores were examined.
Doughty (1997) studied the effects of a social skills curriculum on student
performance through the implementation of the Boys Town Educational Model (BTEM).
Student performance was defined in terms of reading comprehension, mathematics, and
spelling. Student behavior was defined in terms of suspensions, restraints, and time-out/
seclusions. Subjects were 21 students aged 11-19. Implementation of the Boys Town
Educational Model had a significant effect in decreasing the total number of restraints of
the subjects. BTEM appeared effective in improving the academic scores of students
while decreasing the number of time-outs/seclusions. Doughty’s results support further
study of the BTEM as a way to improve student performance through a structured
classroom management approach.
School Climate and Culture
The importance of school climate and to some extent culture has been the subject
of extensive research. Valentine (1991) differentiated between school climate and
culture. Climate is to an organization what attitude is to a human being. Climate is the
attitude of the school being reflected through the feelings and perceptions of the members
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of the organization. Climate is an intangible, pervasive presence ofmind that is felt by
members of the organization. It is, to a large degree, a product of the culture of the
organization. Conversely, Valentine (1991) argued that culture is to an organization what
personality is to a human being. Culture is the personality of the school reflected through
the values and beliefs of the members of the organization. It defines the mission and
goals of the organization and establishes the beliefs held in high esteem within the
school. Culture is the mind set of the members of the organization when they are asked
to describe the basic purpose of the school and the beliefs on which that purpose is built.
The culture is an intangible, pervasive presence of being that is felt by members of the
organization.
Moos (1979) defined school climate as the social atmosphere of a setting or
learning environment in which students have different experiences, depending upon the
protocols set by the teachers and administrators. As noted in Table 2, Moos divided
social environments into three categories. Moos advised that although the specific types
of educational environments needed depend in part on the types ofpeople in them and on
the outcomes desired, it was necessary to focus on relationship, personal growth, and
system maintenance and change dimensions in describing, comparing, evaluating, and
changing educational settings.
Bulach and Malone (1994), in their research on 20 schools, found a significant
difference in student achievement between schools with a good school climate
and those with a poor school climate. Hirase (2000) and Erpelding (1999) found that
schools with a positive climate had higher academic achievement. Sergiovanni and
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Starrett (1998) discussed school climate and its importance for the effective operation of
a school. Specifically, they found that school climate is an important factor that can
directly and indirectly affect student achievement.
Table 2
The Categories ofSocial Environments
Social Environment Description
Relationship Includes involvement, affiliation with others in the
classroom, and teacher support
Personal Growth Includes the personal development and self-enhancement of
or Goal Orientation all members of the environment.
System Maintenance Includes the orderliness of the environment, the clarity of the
and System Change rules, and the strictness of the teacher in enforcing the rules.
Bulach and Malone (1994) reported that the size of a school definitely affects
interpersonal interaction. In smaller schools there is a greater likelihood that faculty and
students will know each other. Opporttmities to talk to each other, to know each other’s
names, to know each other’s interests are more likely to occur. This could affect levels of
openness, trust, cooperation, and atmosphere which are four culture variables that






5. assessment/time on task,
6. teaching practices, and
7. expectations.
There is a great deal of support for school climate and school culture as an
important factor that can directly or indirectly affect student behavior and student
achievement.
Parental Influences on Social Development
It is widely believed that the everyday experiences in relationships with parents
are fundamental to a child’s development of social skills (Cohn, Patterson, &
Christopoulos, 1991; Parke & Ladd, 1992). In particular, parental responsiveness and
nurturance are considered to be key factors in the development of children’s social
competence. There are several things parents can do to raise socially competent children.
Mize and Abell (1996) identified seven strategies to help parents enhance children’s
social skills and raise socially competent children:
1. Provide children with opportimities to play with peers and develop
friendships.
2. Play with children in a peer like way, just for the sake ofhaving fun.
3. Talk with children about social relationships and values.
4. Take a problem solving approach; you don’t always have to have all the
answers.
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5. Endorse positive relevant strategies.
6. Reflect a positive resilient attitude toward social setbacks.
7. Intervene when necessary, but let children work out problems themselves
when possible.
The research is replete with evidence that suggest loving and responsive parenting
helps children to see the world in a positive way and to expect that relationships with
others will be rewarding. Pettit and Mize (1993) noted that children who display high
levels of social competences typically enjoy parent-child relationships characterized by
positive and agreeable interaction, acceptance, and sensitive behavioral exchanges in
which parent and child respond to each other’s cues. Parents of competent children also
minimize the use ofphysical punishment and coercive discipline (Strassberg, Dodge,
Pettit, & Bates, 1994).
Honig and Whittner (1996) provided examples of techniques that adults can use to
create climates in classrooms, homes, and communities that foster kindness, cooperation,
generosity, and helpfulness in children. They concluded, from an extensive literature
review, that a cherished child is less likely to bully, or to be rejected by, other children.
The more nurturing parents and caregivers are, the more positive affection and




Namka (1997) established a framework for teaching social skills. The processes
in teaching socials skills are similar to teaching academic subjects except that play and
group activities and discussions play a stronger role. Namka identified nine processes:
1. Identify the skill that needs to be learned.
2. Introduce the skill through discussion and modeling of the desired response.
3. Give the rule and an alternative to the rule.
4. Cue the child what to say and do regarding the new skill.
5. Have the child cue himself or herself through self talk.
6. Provide practice of the skill through modeling, games, puppet and doll play,
and or role playing.
7. Reinforce the new skill during practice.
8. Teach the child to reinforce himself or herself using self talk for using the skill
and to feel good about using the skill.
9. Provide opportunities for generalization and reinforcement of the skill in daily
play.
Warger and Rutherford (1996) suggested a framework for planning and
implementing social skills instruction as part of a regular academic program: (a) crafting
the curriculum, (b) implementing instruction, and (c) moving to self control.
There are three methods used to select the social skill for instruction when
crafting the curriculum:
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1. Review the lesson plan and selected instructional formats for prerequisite
social skills. For example, if students are expected to work in a cooperative
learning group to solve a math problem, share materials during a science
experiment, or present their essay orally to the rest of the group, then students
should have the appropriate social skills to participate successfully. Teachers
apply the social skills framework by teaching the prerequisite social skills as
they would other basic academic skills.
2. Identify the social skills which students need in order to follow classroom
rules. For example, what exactly does it mean to be nice or to show respect!
Teachers apply the social skills framework to introducing and teaching the
classroom rules and procedures which underlie the classroom management
system.
3. Identify the scope and sequence of social skills that are developmentally
appropriate for the particular grade level and performance abilities of the
students. For example, teachers can teach a parallel curriculum that focuses
on social skills. To ensure social validity of their selection, teachers must
select social skills that can be practiced and used in daily classroom activities.
When implementing instruction, there are two instructional components:
(a) direct instruction of a social skill, and (b) its practice or application. The first
component can last anywhere from 10 minutes to an entire class period. The second
component must incorporate modeling, feedback, and practice. Teachers can use many
venues to engage students in thinking about a specific social skill or construct. Some
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examples could include the student creating a web diagram for respect, creating and
performing a rap about respect, or finding a newspaper story in which respect played a
role or was the theme. After having students present their assignments, the teachers
could facilitate a discussion where students can identify personal situations in which they
had shown respect or disrespect for others.
To move to self-control, students must monitor, evaluate, and reinforce
themselves for demonstrating their newly learned skill. This is a critical phase for
students because it is through conscious attention to their behavior that they can
generalize a skill and transfer it to other settings.
Warger and Rutherford (1996) concluded that a critical element of social skills
instruction is the effective assessment of students’ progress before and throughout the
social skills instructional process. Performance-based assessment requires that teachers
select observation and recording techniques to track social behaviors across the different
phases of the social skills instructional process.
The three types of observation and recording techniques typically used in social
skills training are (a) event recording (tallying the number of times a specific social
behavior occurs), (b) duration recording (measuring of the length of time a behavior
occurs), and (c) time sampling (tracking the occurrence or nonoccurrence of social
behaviors immediately following specified time intervals). In performance-based
assessment, teachers must collect baseline information after establishing a reliable
definition of the social skill and selecting an appropriate observation and recording
technique for tracking the student’s performance. For example, a teacher may count
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whether or not each of 27 students said GoodMorning when they first entered the
classroom for five consecutive days before teaching this skill.
The Responsive Classroom (RC) Model is an instructional approach that
integrates the teaching of social and academic skills as part of everyday school life
(Chamey, 1992). The RC includes six components labeled (a) morning meeting,
(b) classroom organization, (c) rules and logical consequences, (d) guided discovery,
(e) academic choice time, and (f) assessment and reporting.
The components of the Responsive Classroom approach have evolved and been
refined through the combined efforts ofpracticing teachers and researchers. Morning
meetings begin an RC day with children greeting each other, sharing academic and social
news, participating in motivating activities, and focusing on one or more cognitive pieces
of the day ahead. Children sit in a circle with their teacher, building a sense ofbelonging,
significance, and fim. These morning meetings set the tone for the entire day (Chamey,
1992).
Chamey (1992) noted in Responsive Classrooms, an emphasis is placed on
modeling, practice, and role-playing expectations for behavior. Guided discovery, based
on the classroom work ofChamey and the research of Piaget and Vygotsky, sets the stage
for a wide range of academic activity. Guided discovery takes children through a
carefully planned introduction of potential use ofknowledge and care for others, and
allows teachers to stmcture classrooms so that children can have a balance of
teacher-assigned work and work that they choose fi*om an array ofpossibilities. Such
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choice allow students opportunities to practice independent and cooperative research and
study skills, produce work to a timeline, and represent their work to their friends.
Finally, the Responsive Classroom encourages teachers to explore an array of
alternative methods of assessing children’s work and to combine these with more
standard measures of achievement. RC teachers are expected to engage parents and
students in goal setting at the beginning of each year, thus establishing meaningful
communications and focus to education (Chamey, 1992).
Evaluation reports reviewed by Elliott, Malecki, and Demaray (2001) from three
urban school districts where the RC approach has been implemented with relatively high
integrity in several schools, and compared with schools where the RC was not operating,
indicated the following:
1. Students exposed to the Responsive Classroom approach over a significant
time period generally were perceived to exhibit higher levels of social skills in
their classroom than students with limited or no exposure to the approach.
Cooperation and assertion behaviors of students, in particular, were influenced
by RC. In addition to displaying increased levels ofprosocial behavior
students exposed to the entire RC approach exhibited significantly less
problem behavior than their peers with limited exposure to the approach.
These findings held up across racially diverse subsamples of students.
2. When used regularly, the Responsive Classroom was associated with
significantly greater gains in students’ social and academic functioning.
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compared with students from comparison schools where no social
problem-solving or social skills curriculum was operating.
3. The Responsive Classroom components were associated with greater gains in
behavior, on average, for students with disabilities and minority students than
their counterparts.
4. Parents regardless of socioeconomic level or racial or ethnic group
membership overwhelmingly rated the Responsive Classroom approach as
acceptable or highly acceptable. Whether they had a child in an RC classroom
or not they consistently indicated that they would like their child’s teacher to
use the approach.
Elliot et al. (2001) argued that the Responsive Classroom approach is a good
example of contextual intervention, as it embodies characteristics of the constructs
necessary to promote a successful school-wide social skills program. The RC approach
encompasses a school building, setting up natural conditions that act to maintain social
skills introduced, taught, and modeled in school.
The Classwide Social Skills Program (CSSP) has been successfully implemented
in hundreds of classrooms. The CSSP is a multi-element intervention that attempts to
structure the classroom and school environments to foster heightened social competence
in all children. The components consist of (a) classroom presentations of targeted social
skills, (b) teachers’ prompt reinforcement of children’s use of the targeted social skill
during natural occurring opportunities throughout the school day, and (c) on-site
coaching in the implementation of the program (Himdert, 1995).
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The 22 social skills in the CSSP program represent a cross-section of skills
addressing the following common deficit areas for socially inept children:
(a) interpersonal problem solving (thinking), (b) social behaviors (behaving), and
(c) affect (feelings). Theses skills are presented in domains ofcommunication skills,
interpersonal skills, coping skills, and classroom skills (Himdert, 1995).
Summary
A number of points can siunmarize the major ideas and constructs to be
considered when addressing student behavior as it relates to social skills and
competencies. A summary of the research indicates that children benefit from social
skills academically and as they grow into adulthood. In addition, these skills
demonstrated in a broad social context within the school influences school culture.
CHAPTER III
THEORETICAL FRAMEWORK
Operant theorists (Skinner, 1953) view the development of social skills as a
function of the interaction between individuals and their environment. In essence,
children learn a repertoire of social behaviors as a function of the consequences—
reinforcement and punishment-they receive. For example, an adult may ask a child to say
thankyou. If the child complies, then the adult smiles and pats the child on the head.
However, if the child walks away without saying thankyou, the adult may turn him or her
aroimd by the arm and again verbally prompt saying thankyou. Through many trials of
this stimulus-response-feedback chain, children learn appropriate social skills, usually by
the time they enter school (Maag & Webber, 1995). However, some students have not
been exposed to this process and consequently enter school with social skill deficits.
Thus direct instruction approaches that involve active student responses, teacher
controlled practice and feedback, and opportunities for high success have been
incorporated into programs for students at risk (Maag & Webber, 1995).
There are several highly effective social skills curricula based on the direct
instruction model (Mastropieri & Scruggs, 1994); however, social skills’ lessons present
some problems for general educators. For example, teaching social skills implies that the
teacher is willing to (a) pinpoint the exact social skills necessary for each student to learn,
(b) schedule regular times for students to receive instruction in the performance of
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these skills, (c) document progress in the acquisition of the skills, and (d) program for the
generalization of the skills under various conditions. An ideal approach using the direct
instruction model is to teach students needing support with specific social skills through
special education or school counseling groups. These would be more appropriate venues
to provide this type of student training.
A second method of conceptualizing social development has roots in social
learning theory (Bandura, 1977). Bandura postulated that individuals learn social
behavior through observation and imitation, otherwise known as vicarious learning.
When a child sees someone perform a behavior and get rewarded for that action, the child
is apt to imitate the same behavior. When a teacher thus says to a student, “I really like
the way you raised your hand and waited patiently for me to call on you,” other students
in the classroom who observed this teacher response may also raise their hands and wait
quietly in order to receive similar positive teacher attention. This approach does not
require direct instruction for each student in order for learning to occur. Three
ingredients are necessary for this type of social skills instruction: (a) the existence of
appropriate social models, (b) salient reinforcement tied to specific behavior, and
(c) many opportunities to practice social skills and to see appropriate social interaction.
Social learning theorists believe that the performance of social behavior is
mediated by children’s beliefs about a particular situation. Children who believe that
engaging in a behavior will bring rewarding consequences are more likely to perform that
behavior and are even more likely to perform the behavior if they believe they will be
successful. These two sets of expectations (outcome and efficacy) govern whether a
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student will attempt a behavior, persist in it under challenging conditions, and whether it
will generalize to other settings.
Healthy outcomes and efficacy expectations can be fostered when teachers help
students learn to set standards for their behavior, recognize others’ standards for their
behavior, and judge their behavior relative to these standards. The social learning theory
implies that teachers do several things to promote students social development (Bandura,
1977):
1. Set clear expectations for student behavior.
2. Provide consistent reinforcement of social behavior.
3. Provide good social models and prompts so that social interactions will be
successful.
4. Provide structural and successful opportunities to interact.
5. Facilitate students’ social problem-solving abilities.
Also, it is beneficial to give students many opportunities and assistance in
performing tasks correctly. In these ways, students will begin believing they can perform
successfully and will make more accurate judgments regarding their own behavior.
These judgments in turn, can enhance their belief that they have mastered a skill. This
problem-solving process is no different from providing students vvdth strategies for
effectively solving math story problems (Bandura, 1977).
Vygotsky’s (1986) belief that humans learn higher mental functioning through a
socio-instructional process is yet another way ofviewing social skills instruction.
Vygotsky ascertained that by challenging students with tasks they can not do alone and
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then providing them assistance in the form of dialogue and discussion (scaffolding), they
will eventually master the task (independent functioning) and be ready for another
challenge. This notion that cognition develops as a function of social interaction
combines academic and social instruction variables into one process. Education research
is replete with articles promoting a developmental-constructivist approach to academic
instruction (Black & Ammon, 1992; Spiegel, 1992).
Developmental-constructivist approaches provide teachers with methods for using
peer groups, peer interaction, discovery learning, discussion, authentic experiences, and
dialogue as a means for carrying our academic instruction. Within this context, not only
are academics taught, but social competence can be facilitated as well. Vygotsky (1986)
addressed the importance language plays in cognitive and social development by
confirming that language is used to guide children’s thinking and behavior.
Meichenbaum and Goodman (1971) used this concept to develop a five-step
self-instruction training intervention with reflective and impulsive children:
1. Cognitive Modeling—^an adult model performs a task while talking to himself
or herself aloud.
2. Overt External Guidance—^the student performs the same task under the
direction of the adult model’s instructions.
3. Overt SelfGuidance—^the student performs the task while instructing himself
or herself aloud.
4. Faded, OvertSelfGuidance—^the student whispers the instructions while gong
trough the task.
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5. Covert SelfInstruction—^the student performs the task while guiding his or her
performance through private speech.
Basically, children use their language to mediate their behavior. If they fail to use
self-talk, or fail to listen to themselves in social situations, they often appear to act
without thinking.
Description ofTreatment
The treatment, the implementation of a social skills program, included three
components: social skills training taught in a weekly social skills class, social skills
training taught in Health classes through the GREAT Program, and monthly staff
development. All three components were introduced in Year 2 only to School A. In
Year 1, there were no other social development programs in place at either school to
address student behavior.
The social skills class is a weekly twenty-five minute class all students are
required to take every Monday morning. The lessons taught in the social skills classes
were developed by the school counselor and based on the top five discipline infractions.
Social skills lessons were taught during health classes through the GREAT Program and
at Saturday School, an intervention on the school’s discipline cycle which students
receive prior to being suspended out of school. Students experienced aminimum of 50
sessions of social skills training.
Teachers received monthly staff development in dealing with difficult student
behavior. Sessions included training on (a) how to reinforce social skills throughout the
35
day, and (b) how to incorporate social opportunities for children to practice social skills
within the context of academic classes (cooperative groups, peer tutoring, etc.).
Definition ofVariables
Independent Variable
The independent variable was the implementation of a social skills program. The
social skills program involved three components: social skills training taught in a weekly
social skills class, social skills training taught in Health classes through the GREAT
Program, and monthly staffdevelopment. All three components were introduced in Year
2 only to School A. Prior to this, there were no other social development programs in
place at either school to address student behavior.
Dependent Variables
There were three dependent variables: (a) Teachers perception of school climate,
(b) Student perceptions of school climate, and (c) Student disciplinary infractions. The
student disciplinary infractions include:
1. failure to follow directions
2. unexcused absences or tardiness to school
3. physical or verbal assault and/or threats made by a student to another student




Code ofConduct. A student handbook issued to every student that addresses
student behavior. This annually updated handbook explains students’ rights and
responsibilities in school, as well as consequences for misbehavior.
Discipline infractions. A discipline infraction is an action resulting in the
violation of a school rule as outlined by the Student Code of Conduct.
Disciplined students. Students who have had at least one in school or out of
school disposition as a result of violating school rules.
Non-disciplined. Students who have not had any suspensions on record as a result
of violating school rules.
Social Skills. Social skills are defined as person-to-person communication that
involves giving, receiving, and interpreting messages. They are primarily developed
through learning. Social Skills include verbal and non-verbal behavior. They are
influenced by a person’s culture and the particular social group he or she belongs to.
Social skills increase with social reinforcement from others. Such rewards might include
being pleased, intrigued, calmed, or motivated in the presence of others, which usually
results in increased self-esteem and worth. Social skills are mutually interactive in
nature, and require appropriate timing and reciprocity of specific behaviors. See
Appendix C for a list of examples of desired social skills.
Social Skills Training. Social skills training is a general term used for instruction
conducted in behavioral areas that promote more productive and positive interaction with
others.
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Student Responsibility Cycle. The penalty range of consequences listed to address
each infraction listed in the Code ofConduct. This penalty range includes a varied
amount of dispositions from administrative detentions, in-school suspensions, Saturday
school, out of school suspension, and disciplinary tribunals for extremely serious
infractions.
School Climate and Culture. Climate is the attitude of the school being reflected
through the feelings and perceptions of the members of the organization. Climate is an
intangible, pervasive presence ofmind that is felt by members of the organization. It is,
to a large degree, a product of the culture of the organization. Culture is the personality
of the school reflected through the values and beliefs of the members of the organization.
It defines the mission and goals of the organization and establishes the beliefs held in
high esteem within the school.
Relationship Among the Variables
A review of the discipline data of School A (Treatment Group), in relation to
School B (Control Group) noted a huge disparity in student behavior as noted by the
number of suspensions assigned for the 2002-2003 school year, Year 1. Table 3 lists the




Comparison ofTreatment and Control Groups - Major Discipline Infractionsfor Year 1
(2002-2003)
Infraction
Number of students found guilty
Treatment Control
Group Group
Rule #4-Physical contact, threats of
physical contact, abusive or vulgar
language (student to staff)
52 24
Rule #5-Physical contact, threats of
physical contact, abusive or vulgar
language (student to student)
271 219
Rule #10-Failure to follow direction 476 168
Rule #11-Unexcused absences or tardiness 172 50
Rule #17-Disrespectful conduct 88 12
Research suggests when students are exposed to social skills training their
behavior impacts the school climate. More specifically, the interpersonal skills that
children learn from social skills on the acceptable ways ofbehaving contribute to a
reduction in undesirable behaviors.
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DEPENDENT VARIABLES
Figure 1. Relationship Among the Variables
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Hypotheses
Hammond (1990) stated social skills training in many instances is a determining
factor in whether one becomes a perpetrator of imdesirable behavior. The long term
health and social development of children depend upon their acquisition of internalized
standards of social and moral conduct and their application of standards to guide their
actions in interpersonal situations. This study had three hypotheses:
HOI: There is no difference between student disciplinary infractions at
School A and student disciplinary infractions at School B as a
result of the social skills training program.
H02: There is no difference between the climate of School A and the
climate of School B as perceived by teachers as a result of the
social skills training program.
H03: There is no difference between the climate of School A and the
climate of School B as perceived by students as a result of the
social skills training program.
Limitations of Study
This study used a quasi-experimental design which involved implementation of a
social skills training program to determine if it affects student discipline and school
culture. This study may have validity weaknesses as two of the dependent variables
depend for measurement on perceptions which may not always be accurately stated.
Another limitation of this study involves issues of generalizability; the study was
confined to only one institution in its treatment.
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Summary
Three explanations for social behavior were explored: Skinner’s Operant Theory,
Bandura’s Social Learning Theory, and Vygotsky’s Developmental Constructivism
Theory.
Skinner’s Operant Theory views the development of social skills as a function of
the interaction between individuals and their environment (Skinner, 1953). Children
learn a repertoire of social behaviors as a function of the consequences, reinforcement
and pimishment they receive.
Bandura’s Social Learning Theory views the development of social learning
behavior through observation and intimidation, otherwise known as vicarious learning
(Bandura, 1977). When a child sees someone perform a behavior and get rewarded for
that action, the child is apt to imitate the same behavior.
Vygotsky’s Developmental Constructivism Theory ascertains that by challenging
students with tasks they can not do alone and then providing them assistance in the form
of dialogue and discussion, theywill eventually master the task and be ready for another
challenge (Vygotsky, 1986).
Recommendations for each of these theories were discussed based on their use
and applicability for implementation in a school-wide social skills program.
The independent and dependent variables were defined and the research hypotheses
stated. Three limitations of the study are noted.
CHAPTER IV
METHODS AND PROCEDURES
This quasi-experimental study examined the relationship among social skills
training, student behavior, and school culture. More particularly, it investigated teachers
and students perception ofpositive change in student behavior and school climate as
influenced by a weekly social skills training program.
The treatment, the implementation of social skills training, was introduced in
Year 2 to School A. Prior to the treatment, there were no internal social development
programs in place at either School A or School B. The social skills program included a
required 25 minute social skills class taught each Monday morning. Additional social
skills lessons were taught during health classes through the G.R.E.A.T. Program and
Saturday Opportunity School, an intervention on the school’s discipline cycle which
students receive prior to being suspended out of school. Students had a minimum of 50
sessions of social skills training by the end ofYear 2. Teachers received monthly
training on dealing with difficult student behavior through a site based staff development
program. The G.R.E.A.T. Program, Saturday Opportunity School and school-based
monthly staff development training were all introduced for the first time in Year 2.
Teacher and student perceptions about social skills training were compared using





This study used a mixed level methodology, including a qualitative and
quantitative component. It employs a quasi-experimental design in which the treatment
is the implementation of a social skills training program at School A. The control group,
School B, did not receive the treatment. The quantitative component involved an
analysis of the student discipline data from Year 1 and Year 2. All students currently
enrolled and teachers presently teaching at School A during Year 2 were surveyed
(Appendixes D and E) to collect data on the social skills training. This coupled with
student and teacher questionnaires (Appendixes F and G) designed to gather data on
school climate define the qualitative component of the study. The data collected using
these methods were used to test the hypotheses described in Chapter III.
Teachers present at the school prior to Year 1 and during the Year 2 school terms
were surveyed to collect data on school climate. Additionally, eighth-grade students
present at the school prior to Year 1 and present throughout Year 2 were surveyed to
collect data on school climate.
Description of the Sample
This study took place in a large metropolitan school district in Atlanta, Georgia.
The school used in the study was selected due to the number ofdiscipline infractions
posted during the 2002-2003 school year. With a difference of fewer than 150 students
from School B, School A has addressed a disproportionate amoimt ofdiscipline issues.
School A and School B are similar in many aspects as described in Table 4. As
outlined in the Georgia Public Education Report Card, Office ofAccountability, the SES
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Table 4
Comparison ofTreatment and Control Groups - Other Factors
SCHOOL A SCHOOL B




CRCT data (6*, 7*, 8*)-
# of students at Level 1 “did
not meet expectations” in LA
(Language Arts)
R (Reading), and M (Math)
Teacher Certification / Degree
Level
41.6% 45.3%
Black 38.8% Black 22.2%
White 41.3% White 44.7%
Hispanic 11.8% Hispanic 25.1%
Asian 4.9% Asian 3.3%
Multi-racial 3.1% Multi-racial 4.4%
6* •yth 8* 6* yth 8*
LA 18% 16% 18% LA 36% 21% 25%
R 9% 13% 8% R 24% 14% 14%
M 22% 19% 22% M 38% 22% 28%
Bachelors 33 Bachelors 26
Masters 23 Masters 23
Specialist 3 Specialist 1
Doctorate 0 Doctorate 1
<1 = 8 <1 =8
1-10 = 30 1-10 = 21
11-20 = 12 11-20 = 12
21-30 = 8 21-30 = 10
>30 = 2 >30 = 0




SCHOOL A SCHOOL B
Treatment School Control School
Enrollment in selected TAG 24.4% TAG 25.1%
programs (TAG, SPED 8.1% SPED 10.4%
SPED,ESOL) ESOL 9.9% ESOL 14.4%
level, ethnicity, student achievement per CRCT data, certification level and degree level
of teachers, and teaching experience are all comparable.
Description of the Instruments
The instruments used in this study were questionnaires developed by the
researcher based on the review of the literature. Student and teacher questionnaires were
used to collect data on the perception of students and teachers on the effectiveness of the
school-wide social skills training. Questionnaires were also used to collect data on
school climate.
Social Skills and School Climate Questionnaires
The faculty questionnaire (Appendix D) has three points of interest. The 10-item
questionnaire asks questions about the relevancy and organization of the social skills
lessons as they pertain to the school’s discipline concerns, the degree of applicability as
well as the level of influence the social skills lessons have on the students, and whether
teachers feel they have adequate training to teach the social skills lessons. Three
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questions regarding the teacher’s position, experience, and history at the school are
included.
The student questionnaire (Appendix E) has two points of interest. Students were
asked items pertaining to the skill set taught during each lesson. These items address the
student’s knowledge of a specific skill taught and the degree to which the student
internalize and apply the skill. The last items on the questioimaire ask students how
interested they thought their teachers were in teaching the social skills.
Teachers and students completed questiormaires on school climate (Appendixes F
and G). The student questionnaire had 13 items and the teacher questionnaire had 34
items.
Validity and Reliability of the Questionnaires
A committee met to establish face validity for all questionnaires used in this
study. The administrative team, two counselors, and the three grade level chairs were
members. Three questions were asked of this committee:
1. Did the teacher and student questionnaire ask the questions appropriately?
2. Did the questionnaires obtain the information for which we were hoping to get
answers?
3. Where there questions you would have asked that were not asked on the
questioimaire?
The committee agreed that the questions asked were appropriate and sought to
obtain the type of information needed. The committee also agreed that there were no
other questions that should have been asked.
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A pilot of the two social skills questionnaires was conducted in January 2004.
The responses to 62 teacher questionnaires were analyzed and Cronbach’s coefficient of
reliability of .82 was determined for the 10 items. More than 600 students (n = 628) in
grades 6,1, and 8 were surveyed using the Student Questioimaire. The 36 items were
analyzed using factor analysis. Six factors emerged, using 28 of the items. The scales
created from this analysis are presented in Table 5. A pilot of the school climate




Scale of items Item
Respectfulness 9 I am an active listener.
I respect my teachers.
My teachers view me as a respectful person.
I respectmy classmates and peers.
My classmates view me as a respectful person.
For the most part, I follow the school rules.
I understand how to use conflict resolution strategies to
solve a conflict.
I am proud ofmy conduct at school.




Scale of items Item
School work 4 I am a responsible person
I bring my agenda to class daily.
I complete my homework and class work as assigned.
My teachers can depend on me to be responsible.
Setting Goals 2 I imderstand the importance of setting goals.
I have established goals for myself this year.
Using Strategies 6 I have written a personal plan ofaction to achieve my
goals for this year.
I apply some of the strategies I’ve learned from my social
skills lessons at school.
I sometimes observe my classmates applying strategies
and concepts discussed in social skills team time.
I apply some of the strategies I’ve learned from my social
skills lessons at home.
I think that students my age can benefit from social skills
lessons.




Scale of items Item
Applying “I 3 I understand the concept of “1 messages.”
messages” I know how to solve problems by using “1 messages.”
I know at least one strategy for finding solutions to
different personal problems.
Teaching Social 4 My teacher seems prepared to teach the social skills
Skills lesson.
The social skills class and lessons seem important to my
teacher.
My social development seems important to my social
skills teacher.
I have a good relationship with my social skills team time
teacher.
Data Collection Procedures
The assistance and permission of the local school administration for both School
A and School B was obtained prior to collecting all data. Current 8* graders, who
attended the treatment school prior to the treatment being implemented during Year 1 and
still enrolled for Year 2, responded to questionnaires designed to gather data on school
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climate. All faculty and students present at the school during the treatment year (Year 2)
will be surveyed to gather data on the effectiveness of the social skills training program.
Discipline data for Year 2 was collected by the researcher from the computerized
student information system, SASI.
Data Analysis
The four research questions are presented below with a description of the analysis
thatwill be used to attempt to answer each question.
1. Did the top five discipline infractions at School A decrease from Year 1 to
Year 2 as compared to the discipline data at School B?
Descriptive statistics were used to analyze this research question. A count of the
number of students cited for each discipline infi-action was collected from the school
system’s database in Year 1 and Year 2 for each school. For each of the discipline
infractions, a ratio of number of students cited for the infraction per 100 students enrolled
in the school and the percentage of change from Year 1 to Year 2 was computed.
2. What are the teachers’ and students’ perceptions of the school climate and did
they change from the beginning of the study to the end of the study?
Descriptive statistics (means and standard deviations) were used to determine how the
teachers and students perceived each item of the questionnaire that pertains to the
climate. Differences in perceptions from the beginning of the training to the end of the
study were explored using paired t tests and repeated measures MANOVA. Analyses
were conducted separately for teachers and students.
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3. What are the teachers’ perceptions of the effectiveness of the social skills
training program? Are there differences between beginning and experienced
teachers?
Descriptive statistics (means and standard deviations) were used to determine how
the teachers perceive the social skills training. Differences between beginning and
experienced teachers were explored using a multivariate analysis of variance
(MANOVA).
4. Are there differences in the perception of the social skills training between
type of student (disciplined and non-disciplined)?
Descriptive statistics (means and standard deviations) of the 6 scales created from
the students’ perceptions on 28 items pertaining to the social skills training. A
multivariate analysis of variance (MANOVA) was used to determine if the disciplined
and non-disciplined students differed in their perceptions of the program. The
independent variable is the type of student (disciplined and non-disciplined) and the
dependent variables are the six scales of the questionnaire.
Summary
The research design used in the study is both quantitative and qualitative in
nature. All faculty and students in the school participated in the study by completing
questionnaires designed for the purpose of gathering data for the study. The study sought
to determine ifweekly social skills training taught to middle school students increases the
desired social behavior of students (by decreasing the number ofdiscipline infractions)
and thereby impacts student and teacher perception of school climate.
CHAPTER V
RESULTS
This quasi-experimental study investigated teachers’ and students’ perceptions of
the social skills training program and school climate. Four different questionnaires were
administered to students and teachers. Two questionnaires addressed their perceptions of
the social skills training program, while two addressed the teachers’ and students’
perceptions of the school’s climate at the beginning of the training program and at the
end of this study. These data from these questionnaires were entered into a database and
analyzed by the Statistical Package for Social Sciences (SPSS 11.0). The analysis was
conducted to provide demographic information on the respondents, to assess the




All teachers and students were surveyed at the end of the second school year
about their perceptions of the social skills training program. Fifty-five teachers and 438
students provided enough information on their questionnaires to be analyzed. Table 6
provides the demographic information about these teachers and students. More than 70%
of the teachers were experienced teachers and had been at the school the previous year.




Demographic Characteristics ofTeachers andStudents Responding to Questionnaires
about the Social Skills Training Program
Characteristic N %
Teachers
Beginning teacher 12 21.8
Experienced teacher 42 76.4
Support personnel 1 1.8
Teacher in school last year 38 70.4
Not a teacher in school last year 16 29.6
Taught 6* grade last year 12 21.8
Taught 7* grade last year 7 12.7
Taught 8* grade last year 10 18.2
Taught several grades last year 12 21.8
Did not teach at school last year 13 23.6
Students
6*’’ grader 128 29.2
7* grader 167 38.1
8* grader 143 32.6
In school since start of the school 367 83.8




Attended school here last year 239 54.6
Did not attend school here last year 199 45.4
Assigned to detention at least once this year 127 29.0
Not assigned to detention this year 311 71.0
than 80% of the students had attended School A since the beginning of the school year
and almost 30% of them had been assigned to detention at least once during the year.
Teachers and students who were at the school at the beginning of the social skills
training program were surveyed in the fall of the second year of the program about their
perceptions of the school’s climate at the beginning of the training and at the end of the
study. Twenty-five teachers and 115 students were able to respond to items pertaining to
how they perceived the school’s climate at the beginning and the end. The students were
6* graders at the beginning of the training and 8*'’ graders at the end of the study. Table 7
provides the demographic information about these teachers and students.
Almost 30% of the teachers had 5 or fewer years of experience and another 23%
had 10 or fewer years of experience. The majority (69%) of the teachers reported that
their class sizes ranged from less than 20 to 25 students. The 8* grade students were




Demographic Characteristics ofTeachers and Students Responding to Questionnaires
about the School’s Climate
Characteristic n %
Teachers
3-5 years teaching experience 6 27.3
6-10 years teacher experience 5 22.7
11-15 years teacher experience 4 18.2
16-20 years teacher experience 3 13.6
21 or more years teacher experience 4 18.2
11-20% of students on free/reduced lunch 2 8.0
21-40% of students on free/reduced lunch 3 12.0
41-60% of students on free/reduced lunch 5 20.0
61-70% of students on free/reduced lunch 1 4.0
71-80% of students on free/reduced limch 1 4.0
81-90% of students on free/reduced lunch 2 8.0
91-100% of students on free/reduced lunch 11 44.0
20 or less students in classes 6 37.5
21-25 students in classes 5 31.3
26-30 students in classes 3 18.8







Live with grandparents/other family 2 1.8
Live with father 6 5.4
Live with mother 44 39.3
Live with both parents 60 53.6
Items pertaining to students free/reduced lunch status are subjective as teachers are not
privy to this information.
Reliability of Items Used in the Analysis of the
Research Questions
The 29 items the students responded to concerning the social skills training
program were grouped into 6 scales. Cronbach’s alpha coefficient was conducted to
determine the reliability of those scales. Table 8 provides these values. The reliability
values of the scales were all above .70. Teachers responded to 10 items concerning the
social skills training program. Cronbach’s alpha coefficient for these items was .89.
The students responded to 13 items concerning the climate in the 6* grade and in
the 8* grade. The teachers responded to 34 items concerning the climate. All Cronbach
coefficient reliability values were adequate. These values are presented in Table 8, also.
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Table 8
Reliability Values for Items Used in the Analysis ofthe Research Questions
Items in Cronbach’s
Scale Scale coefficient alpha
Social Skills Training
Students Perceptions of the Training
Respectfulness 9 .85
Schoolwork 4 .73
Setting goals/strategies 2 .74
Using goals/strategies 6 .86
Applying “1 Messages” 3 .75
Teaching social skills 4 .83
Teachers Perceptions of the Training 10 .89
Climate
Students
6*'’ grade (at beginning of training program) 13 .83
8*'’ grade (at end of study) 13 .85
Teachers
At the beginning of the training program 34 .77
At the end of the study 34 .90
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Research Question 1
Did the top five discipline infractions at School A decrease from Year 1
to Year 2 as compared to the discipline data at School B?
Descriptive statistics were used to analyze this research question. A count of the
number of students cited for each discipline infraction was collected from the school
system’s database in Year 1 and Year 2 for each school. For each of the discipline
infractions, a ratio of number of students cited for the infraction per 100 students enrolled
in the school and the percentage of change from Year 1 to Year 2 was computed.
Table 9 presents the results from the two schools. School B showed a gain in the
number ofoffenses per 100 students from Year 1 to Year 2 for 3 of the 5 discipline
infractions. The number of offenses per 100 students in School A decreased from Year 1
to Year 2 for each of the five types of discipline infractions. This reduction in the
number of offenses cited per 100 students is evidence of a decrease in negative behavior.
This decrease in negative behavior was not found at School B where no social skills
training was conducted.
Research Question 2
What are the teachers’ and students’ perceptions of the school climate
and did they change from the beginning of the study to the end of the
study?
Descriptive statistics (means and standard deviations) were used to determine how
the teachers and students perceived each item of the questionnaire that pertains to the
climate. Differences in perceptions from the beginning of the training to the end of the
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Table 9
Number ofOffenses, Rate Per 100 Students, and Percentage ofChangefrom Year 1 to
Year 2for Each Discipline Infraction in School A andSchool B
SCHOOL A SCHOOL B
Year 1 Year 2 Year 1 Year 2
n = 787 n = 771 n = 591 n = 620
Per Per % Per Per %
Infraction # 100 # 100 Change # 100 # 100 Change
Assault or battery or 52 6.61 35 454 -31.3 29 4.90 24 3.87 -21.0
abusive language to
a school employee
Assault or battery or 271 34.43 233 352 -12.2 201 34.01 219 35.32 +3.9
abusive language to
any person
Disregard of school 476 60.48 352 45.65 -24.5 131 22.17 168 27.10 +22.2
rules, directions, or
commands
Unexcused 172 21.86 165 21.41 -2.1 36 6.09 50 8.06 +32.3
Absences
Disrespectful 88 11.18 66 8.56 -23.4 29 4.91 12 1.94 -60.5
Conduct
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study were explored using paired t tests and repeated measures MANOVA. Analyses
were conducted separately for teachers and students.
Teachers. A small number of teachers (n = 25) were at the school for the three
school years that the study covered. The small sample size prevented a factor analysis of
the data. This procedure may have aided in the construction of scales and reduced the
number of items analyzed. Additionally, the small sample size prevented conducting a
multivariate analysis of variance; therefore, a series ofpaired t tests was used. To
preserve the family-wise error rate the Bonferroni procedure was used and the level of
significance was set at <.01.
Table 10 presents the results of the analyses for the teachers’ perception of the
climate. All items moved from less positive to more positive (from strongly disagree to
strongly agree). Eleven items were fovmd to be statistically significantly different from
the beginning of the training program to the end of the study. An example is Item 19
{Faculty members help each other in school). Teachers disagreed {M= 2.74) that this
statement was correct at the beginning, but agreed (M= 3.09) at the end of the study.
Although not all items showed that teachers moved from disagree to agree, there
was movement to the more positive. The other statistically significant items included
statements about the improvement in student behavior, the training program shows how
to assess and deal with the real causes ofdiscipline problems, the lessons are appropriate
and adequate, the training is worth the cost and has been implemented as intended,
faculty agreement is high on how to maintain student discipline, students value the hard
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Table 10
Means and StandardDeviation andResults ofPaired t testsfor Each Item Comparing
Teachers' Perceptions ofthe School’s Climate at the Beginning ofthe Training Program
and at the End ofthe Study (n=25)
At the
beginning of At the end of
the study The study
M* SD M SD / P
1. None or very few students have
discipline problems. 1.32 .56 2.00 .65 -4.24 <.01
2. Student discipline is not a problem in
classrooms. 1.58 .72 2.08 .65 -3.39 <.01
3. Student safety is not a problem at this
school. 2.61 .58 2.91 .67 -2.61 .02
4. The social skills program then/now
shows how to assess causes for discipline
problems. 2.39 .58 2.70 .64 -2.30 .03
5. Social skills lesson were developed to
deal with the real causes of students’
problems. 2.50 .85 2.75 .85 -2.30 .03
6. Social skills lessons eliminate the causes
for discipline problems in the




beginning At the end of
of the study the study
M* SD M SD t P
7. Social skills lessons were/are schedules
at the appropriate time.
8. Teachers having the same group for
social skills class help to build rapport
with students.
9. Training for assessing the causes for
students’ discipline problems is adequate
10. Training is adequate for teaching social
skills lesson so as to prevent students’
misbehavior.
11. Parents of students with discipline
problems help to discipline their
students.
12. Parents of students with discipline
problems teach.
13. The social skills program then/now is
worth the cost of teachers’ time and
effort.
2.75 .90 3.08 .88 -2.89 <.01
3.09 .52 3.30 .56 -2.47 .02
2.00 .65 2.36 .91 -2.82 <.01
2.17 .64 2.21 .72 -.44 .66
1.79 .83 2.00 .78 -1.55 .14
1.53 .77 1.84 .96 -1.84 .08







At the end of
the study
M SD t P
14. The social skills program then/now is
worth the cost as misbehaving students
are on task. 2.00 .72 2.33 .92 -3.39 <01
15. The social skills program is
implemented as intended. 2.86 .64 3.27 .77 -2.88 <01
16. All teachers effectively implement the
rules about discipline. 2.14 .71 2.36 .79 -1.74 .10
17. Faculty agreement is high on how to
maintain student discipline. 2.35 .71 2.78 .80 -3.15 <01
18. The responsibility for student behavior is
shared by all faculty members. 2.39 .84 2.65 .98 -2.02 .06
19. Faculty members help each other in
school. 2.74 .96 3.09 .73 -2.91 <01
20. Teachers appreciate the work of each
other. 3.00 .80 3.13 .63 -1.00 .33
21. Students value the hard work of teachers. 2.36 .66 2.77 .61 -3.81 <01
22. Parents value the hard work of teachers. 2.65 .57 2.83 .65 -2.15 .04
23. Administration appreciates and rewards




beginning of At the end of
the study the study
M* SD M SD / P
24. Teachers are flexible when dealing with
discipline problem students.
25. The discipline program helps students
with discipline problems to become
better learners.
26. Homework assignments are appropriate
for students with discipline problems.
27. Students with discipline problems work
on task when give assignments.
28. Curriculum activities are relevant to
discipline students’ learning and social
needs.
29. Teaching strategies address learning/
social needs of discipline problem
students.
30. Procedure the administration has in place
for office referrals and discipline is
effective.
2.35 .83 2.70 .64 -2.15 .04
2.50 .76 2.80 .77 -2.85 .01
2.55 .89 2.75 .91 -1.71 .10
1.86 .73 2.10 .83 -2.02 .06
2.62 .67 2.76 .63 -1.83 .08
2.32 .65 2.50 .60 -2.16 .04







At the end of
the study
M SD t P
31. The administration supports teachers in
matters related to student discipline. 3.09 .67 3.39 .50 -2.61 .02
32. The administrators’ communication with
teachers about an office referral is
appropriate. 2.78 .67 3.17 .49 -3.76 .01
33. Communication with parents about
student misbehavior is appropriate. 2.92 .58 3.21 .51 -3.08 <.01
34. The administrative plan for dealing with
student absences and tardiness is
appropriate. 2.78 .85 2.91 .67 -.77 .45
* 1 = Strongly disagree; 2 = Disagree; 3 = Agree; 4 = Strongly Agree
work of teachers, the administration’s discipline referral procedures are effective, and
communication with parents about student misbehavior is appropriate.
Students. The larger sample size for students (« = 115) provided the opportunity
to use multivariate procedures on the analysis of their data. A repeated measures
MANOVA was used to determine if the students’ perceptions of the school’s climate
changed from the time they were in the 6* grade at the beginning of the social skills
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training program to the end of the study when they are 8*'’ graders (Table 11). The
multivariate analysis found a significant difference between the beginning of the training
program and the end of the study (F= 3.36,/? = <.01). Two items were significantly
different. The first—Do youfeel safe?—^was more positive at the end of the study {M=
2.55) than at the beginning (M= 2.27). The second—Do you believe that when students
break the rules they are treatedfirmly butfairly?—^was more positive at the end of the
study (M= 2.11) than at the beginning (M= 1.99).
Table 11
Means, StandardDeviations, and Results ofRepeatedMeasures Analysisfor Each Item
Comparing Students ’ Perceptions ofthe School’s Climate at the Beginning ofthe













At the end of
the study
M SD F P
1. Do you feel safe? 2.27 .69 2.55 .60 16.62 <.01
2. Is your school clean and inviting? 2.36 .72 2.24 .68 3.13 .08
3. Are you treated with dignity and respect? 2.10 .69 2.25 .67 3.75 .06
4. Does your school provide positive








At the end of
the study
M SD F P
5. Is student behavior at your school
satisfactory? 1.92 .68 1.95 .63 .18 .67
6. Are your school’s guidance and
counseling services satisfactory? 2.43 .65 2.46 .63 .38 .54
7. Are the school resources officers at
your school effective? 2.45 .69 2.37 .72 1.81 .18
8. Is student behavior at your school
appropriately managed? 2.13 .70 2.08 .72 .82 .37
9. Are students respectful of each other? 1.83 .64 1.86 .63 .38 .54
10. Do you take pride in being a member
of your school’s community? 2.10 .89 2.10 .75 .00 1.00
11. Do the principals at your school respect
you? 2.47 .68 2.42 .74 .69 .41
12. Do you feel that your teachers
understand when students have
personal problems at your school? 1.98 .75 1.93 .75 .62 .43
13. Do you believe that when students
break the rules they are treated firmly
but fairly? 2.11 .69 1.99 .73 4.02 .04
* 1 = Never; 2 = Sometimes; 3 = Always
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Research Question 3
What are the perceptions of the teachers of the social skills training
program? Are there differences between beginning and experienced
teachers?
Descriptive statistics (means and standard deviations) were used to determine how
the teachers perceived the social skills training. Differences between beginning and
experienced teachers were explored using amultivariate analysis of variance
(MANOVA).
The multivariate analysis indicated that no significant differences existed between
the beginning and experienced teachers (F= \ .90,p = .08). Table 12 presents the results
of the univariate analysis of the individual items. The lack of a significant finding at the
multivariate level prevents the interpretation of any significant univariate results.
Research Question 4
Are there differences in the perception of the social skills training between type of
student (disciplined and non-disciplined)?
Descriptive statistics (means and standard deviations) of the 6 scales created from
the students’ perceptions on 28 items pertaining to the social skills training and the
multivariate analyses of variance (MANOVA) procedure were used to determine if
differences between the students existed. The multivariate analysis indicated that
significant differences existed between the two types of students (F= 13.13,/? < .01).
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Table 12
Means, StandardDeviations, and Results ofthe MANOVA for Teachers ’ Perceptions of
the Social Skills Training Program
Statistic F P
Multivariate Results Wilks lambda 1.90 .08
Beginning Experienced
teachers teachers
n = 12 n = 34
Univariate Results
M* SD M SD F P
1. The social skills topics are related to our
school discipline concerns. 4.08 .90 3.08 1.27 6.31 .02
2. The social skills lessons are age
appropriate for my students. 3.58 .90 2.72 1.23 4.94 .03
3. My students can easily learn and apply
the social skills lessons taught. 2.92 1.08 2.19 1.04 4.27 .04
4. I believe the social skills lessons have
made an impact on students in my
charge. 2.83 .94 1.92 .94 8.61 .01
5. I have seen students apply at least one
social skill taught this year. 2.92 1.08 2.11 1.12 4.76 .03
6. The social skills lessons were well







n = 12 n = 34
Univariate Results
M* SD M SD F P
7. I received the social skills lessons in a
timely fashion. 3.00 1.35 3.14 1.29 .10 .75
8. Monday mornings, after homeroom, is
the best time to teach the weekly social
skills lessons. 3.42 1.17 2.47 1.25 5.28 .03
9. Having the same group of students each
week has helped me build rapport with
my social skills class. 3.92 1.00 3.53 1.21 1.01 .32
10. I have adequate training to facilitate the
social skills sessions. 2.92 1.08 3.22 1.46 .44 .51
* 1 = Strongly disagree; 2 = Disagree; 3 = Undecided; 4 = Agree; 5 = Strongly agree
Table 13 presents the results of the univariate analysis of the individual items.
Three scales showed statistically significant differences between the students. Students
who received detention had lower perceptions of the social skills training than students
who did not receive detention. These lower perceptions were on the scales pertaining to
respectfulness, schoolwork, and applying “I Messages.”
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Table 13
Means, Standard Deviations, andResults ofthe MANOVA for Students ’ Perceptions of
the Social Skills Training Program
Multivariate results Statistic F P





Univariate results M* SD M SD F P
1. Respectfulness 2.89 .58 3.26 .49 47.03 <.01
2. Using goals/strategies 2.43 .84 2.38 .76 .45 .50
3. Teaching social skills 3.02 .84 3.03 .75 .92 .92
4. School work 2.83 .66 3.27 .61 45.57 <.01
5. Applying “1 Messages” 2.94 .73 3.12 .71 5.37 .02
6. Setting goals 3.09 .80 3.23 .76 2.97 .09
* 4 = Strongly agree; 3 = Agree; 2 = disagree; 1 = Strongly disagree
Summary
This chapter presented the results of an analysis of teachers’ and students’
perceptions of the social skills training program and school climate. Four different
questionnaires were administered to students and teachers. The data from these
questionnaires were analyzed to answer four research questions. The results of these




Research Question Analysis Conducted Results
Did the top five discipline
infractions at School A
decrease from Year 1 to
Year 2 as compared to the
discipline data at School B
Descriptive statistics The number of offenses per 100
students in School A decreased for five
types ofdiscipline infractions. This
reduction is evidence of a decrease in
negative behavior. The same type of
decreases did not occur in School B.
What are the teachers’
perceptions of the school
climate? Did they change
from the beginning to the
end of the study?
Paired t tests All items moved from less positive to
more positive. Eleven items were
statistically significantly different from
the beginning of the training program to
the end of the study.
What are the students’ Repeated Measures A significant difference was found
perceptions of the school
climate? Did they change
from the beginning to the
end of the study?
MANOVA between the beginning and the end of
the study. Two items were significantly
different. The first—Do youfeel
safe?—^was more positive at the end of
the study than at the beginning. The
second—Do you believe that when
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Table 14 (continued)
Research Question Analysis Conducted Results
students break the rules they are treated
firmly butfairly?—^was more positive at
the end of the study than at the
beginning.
What are the perceptions of
the teachers of the social skills
training program? Are there
differences between beginning
and experienced teachers?
MANOVA No significant differences existed
between the beginning and experienced
teachers.
Are there differences in the
perception of the social skills
training between type of
student (disciplined and
non-disciplined)?
MANOVA Students who received detention had
lower perceptions than students who
did not receive detention. Significant
scales were schoolwork, respectfulness,
and applying “I Messages.”
CHAPTER VI
FINDINGS, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS
Findings
This dissertation sought to determine if teachers and students perceived a positive
change in student behavior and school climate as influenced by a weekly social skills
training program.
It was discovered in this dissertation that student behavior at the middle school
level is enhanced when students are taught social skills. Specifically, the top five
discipline infractions decreased at the treatment school. The number ofoffenses per 100
students decreased from Year 1 to Year 2 for each of the top five discipline infractions
identified as areas of concern. This reduction in the number of offenses cited per 100
students is evidence of a decrease in negative behavior. This decrease in negative
behavior was not found at School B (the control group) where no social skills training
was conducted.
Additionally, students’ and teachers’ perceptions of the school climate were
positive. Although not all items showed that teachers moved from disagree to agree,
there was movement to the more positive. Students and teachers felt positive regarding
the following: improvement in student behavior, the real causes of discipline problems
were addressed through the social skills program, and the social skills lessons were
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appropriate and implemented as intended. Students valued the hard work of teachers, felt
the administration’s discipline referral procedures were effective, and commimication
with parents about student misbehavior was appropriate.
Teacher perceptions of the social skills training program were inconclusive in that
the lack of a significant finding at the multivariate level prevented the interpretation of
any significant univariate results. Furthermore, there were no significant differences
noted between the beginning and experienced teacher.
There were differences in the perception of the social skills training between type
of student (disciplined and non-disciplined). Students who received suspensions had
lower perceptions of the social skills training than students who did not receive
suspensions. Specifically, perceptions pertaining to respectfulness, schoolwork and
applying “I” messages were lower for discipline students than non-disciplined students.
Conclusions
The research in this study supports the need to teach social skills to children.
Social skills deficiencies in young people contribute to significant problems in school.
These children do not fare as well as children who have acquired social skills throughout
their childhood. These children become alienated and learn to use manipulative and
violent behavior as a way to live. They are not able to develop friendships and form
bonds easily. They become disconnected from positive values and positive relationships.
It is necessary and beneficial that schools embrace social skills training.
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Implications
Family life no longer offers growing numbers of children everything they need to
succeed in life. Schools are left as the one place communities can turn to for correctives
to children’s deficiencies in emotional and social competence. But since virtually every
child goes to school, it offers a place to reach children with basic lessons for living that
they may never get otherwise. Social competence implies an expanded mandate for
schools, taking up the slack for failing families in socializing children. This daimting
task requires two major changes: that teachers go beyond their traditional mission and
that people in the community become more involved with schools (Goleman, 1995).
Social skills training should be taught as part of every schools curriculum. To
begin with, teachers need to be comfortable talking about feelings; not every teacher is at
ease doing so or wants to be. There is little or nothing in the standard education of
teachers that prepares them for this kind of teaching. As evidenced by the teacher social
skills questionnaire, teachers are reluctant at the outset to tackle a topic that seems to
foreign to their training and routines, there is evidence that once they are willing to try it,
most will be pleased rather than put off.
Beyond teacher training, social skills training broadens our vision of the task of
schools themselves, making them more explicitly society’s agent for seeing that children
learn these essential lessons for life—a return to a classic role for education (Goleman,
1995). This larger design requires, apart from any specifics of curriculum, using
opportunities in and out of class to help students turn moments ofpersonal crisis into
lessons in emotional competence.
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It also works best when the lessons at school are coordinated with what goes on in
children’s homes. Social skills training programs should include special classes for
parents to teach them about what their children are leaning, not just to complement what
is imparted at school, but to help parents who feel the need to deal more effectively with
their children’s emotional life. Such parallel lines of reinforcement of these social skills
lessons increases the likelihood that what children learn in social skills classes will be
transferred, practiced, and sharpened in the actual challenges of life.
This dissertation clearly spelled out the negative relationship that the deficiency
of social skills training has on pro-social behavior of youngsters. Goleman (1995) noted
in 1990, compared to the previous two decades, the United States saw the highest
juvenile arrest rate for violent crimes ever; teen arrests for forcible rape had doubled; teen
murder rates quadrupled, mostly due to an increase in shootings. During those same two
decades, the suicide rate for teenagers tripled as did the number of children under
fourteen who are murder victims.
Unless things change, the long-term prospects for today’s children having a
fhiitfiil, stable life are growing more dismissal with each generation.
Recommendations
There are several recommendations that can be gleaned from this study:
1. Schools must implement social skills programs to establish a positive learning
and teaching environment for all students and school staff across all school
settings. This means exposing the entire school to a social skills curriculum.
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2. There must be an integration of social skills instruction into the school
curriculum. Weekly formal social skills instruction should be planned,
focused, and scheduled.
3. The intensity of social skills instruction and the intensity and type of the social
skills problem should be correlated.
4. An assessment or evaluation component must be included to measure the
success of social skills based on the accuracy and fluency with which a
student can display a skill, degree to which peer and adult acceptance is
enhanced, and the degree to which significant adults judge the student
positively.
5. The social skills training should be directly correlated to specific behaviors
the school hopes to address.
Success of social skills training depends upon the collaboration among teachers in
the school. Teachers must be vested and committed to addressing student behavior and
creating a more positive school climate.
APPENDIX A
Top Five Discipline Infractions
Taken from the Board of Education - Student Code of Conduct
Rule 4 -Assault or Battery orAbusive Language to a School Employee
states “A student shall not; (i) intentionally make a physical contact which
causes physical harm to a school employee unless such physical harm was in defense of
himself or herself; (ii) intentionally make physical contact of an insulting or provoking
nature with a school employee; (iii) attempt to cause physical injury, threaten bodily
harm, or behave in such a way as could reasonably cause physical injury to a school
employee; or (iv) use in such employee’s presence opprobrious or abusive words, or
obscene language, pictures or gestures tending to cause a breach of the peace: on the
school groimds at any time, off the school grounds at a school-sponsored activity,
function or event, or en route to and from school or school-sponsored activity.”
Rule 5 -Assault or Battery or Abusive Language to any Person
states “A student shall not (i) intentionally make physical contact which causes
physical harm to a school employee unless such physical harm was in defense ofhimself
or herself; (ii) intentionally make physical contact of an insulting or provoking nature




behave in such a way as could reasonably cause physical injury to a school employee; or
(iv) use in such employee’s presence opprobrious or abusive words, or obscene language,
pictures or gestures tending to cause a breach of the peace: on the school grounds at any
time; off the school grounds at a school-sponsored activity, function or event; or en route
to and from school or school-sponsored activity.”
Rule 10- Disregard ofSchool Rules; State, Federal and or Local Laws; Directions or
Commands
states “A student shall not fail to comply with school rules; state, federal, and / or
local laws; or reasonable directions or commands of teachers, student teachers, substitute
teachers, school assistants, administrators, school bus drivers or other authorized school
personnel when: (a) on the school grounds at any time; (b) off the school grounds at a
school activity, function or event; or (c) en route to and from school-sponsored activity.”
Rule 11 - UnexcusedAbsences
states “A student shall not be tardy or absent from a school in which he/she is
enrolled without bringing a satisfactory excuse signed by his / her parent or guardian
within three days giving the reason for the absence or tardiness. A student shall not be
absent from any class or other required school function during required school hours
except with written permission of the teacher, principal or other duly authorized school
official. A student shall not leave the school campus or other required school functions
during required school hours without permission of the school administration. No other
student shall encourage, urge or coimsel other students to violate this rule.”
Appendix A (continued)
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Rule 17 - Disrespectful Conduct
states “A student shall not exhibit disrespectful, rude or discourteous behavior or
language toward an employee: (a) on the school ground at any time; (b) off the school
grounds at a school activity, function or event; or (c) under the jurisdiction of school
system transportation.”
APPENDIX B
A Summary: The G.R.E.A.T. Program, Saturday Opportvmity School, and
Monthly Staff Development
The G.R.E.A. TProgram
G.R.E.A.T. is a life-skills competency program designed to provide students with
the skills they need to avoid youth violence.
G.R.E.A.T.’s violence prevention curriculum helps students develop beliefs and
practice behaviors that will help them avoid destructive behaviors.
This proven curriculum teaches the students:
1. Communication skills
2. Caring for others
3. Responding to peer pressure
4. Anger management
5. Resolving conflicts
6. Truths about gangs and violence
7. Rules in their families, schools and communities
8. Goal setting tips




History ofthe G.R.E.A. T. Program
G.R.E.A.T. originated through a combined effort of the Bureau ofAlcohol,
Tobacco and Firearms, and the Phoenix Police Department, Phoenix, Arizona. The
efforts were congressionally supported as part ofATF’s Project Outreach.
The program originally began as a nine lesson middle school curriculum. In early
1992 the first G.R.E.A.T. Officer Training was held. In 1993, due to its success, the
program was expanded nationwide. From 1993-1998 the program added the regional
partners and a national Policy Board (NBP), as well as thousands of trained officers.
In 2000, the program underwent a curriculum review. This review was the result
of a longitudinal study by the national Institute ofJustice (NIJ). This review enhanced the
original program to 12 interactive, facilitation style lessons that reinforce the skills
learned. The new curriculum was piloted in 14 cities nationwide with overwhelming
success.
The Curriculum
The Gang Resistance Education and Training Program is a school-based, life-
skills competency program that is taught by uniformed police officers.
The G.R.E.A.T. Program is designed to enable youth to develop positive attitudes
toward police officers, avoid conflicts, be responsible, set positive goals and resist peer
pressure. Teaching our youth the basic life skills will result in nonviolent behavior.
The G.R.E.A.T. Program is a program that teaches life-skills to young people. In
an effort to make our schools and communities free from gangs and violence, we must
Appendix B (continued)
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provide our youth with life-skills. These life-skills empower young people to avoid
violent behavior.
The G.R.E.A.T. Program trains students in four important skill areas
1. Personal skills—goal setting, decision-making, and anger management
resistance skills
2. Refusal skills—^recognition of peer pressure, and violence norms
3. Resiliency skills—message analysis and problem solving
4. Social skills—communication skills, conflict resolution, social responsibility,
and empathy and perspective taking
Saturday Opportunity School
Social Skills are also taught at Saturday School, an intervention on the school’s
discipline cycle which students receive prior to being suspended out of school. Students
will have aminimum of 50 sessions of social skills training.
Monthly StaffDevelopment-
Teachers receive monthly staff development on dealing with difficult student
behavior. Sessions include training on (1) how to reinforce social skills throughout the
day, and (2) how to incorporate social opportunities for children to practice social skills
within the context of academic classes (cooperative groups, peer tutoring, etc.).
APPENDIX C
Examples ofDesired Social Skills
Manners and positive interaction with others:
• Approaching others in socially acceptable ways
• How to ask for permission instead of acting impulsively
• How to make and keep friends
• How to share
Appropriate classroom behavior:
• Work habits and academic survival skills
• Listening
• Attending to task
• Following directions
• Seeking attention properly
• Accepting the consequences ofone’s behavior
Better ways to handle frustration/anger:
• Coimting to ten before reacting
• Distracting oneself to a pleasurable task
• Learning an internal dialog to cool oneself down and reflect upon the best course
of action
Acceptable ways to resolve conflict with others:
• Using words instead ofphysical contact




Please evaluate the quality and effectiveness of the social skills lessons by indicating below








1. The social skills topics are related to our school discipline
concerns. 5
2. The social skills lessons are age appropriate formy students. 5
3. My students can easily learn and apply the social skills
lessons taught. 5
4. I believe the social skills lessons have made an impact on
students in my charge. 5
5. I have seen students apply at lest one social skill taught this year. 5
6. The social skills lessons were well organized. 5
7. I received the social skills lessons in a timely fashion. 5
4 3 2 1
4 3 2 1









8. Monday mornings, after homeroom, is the best time to teach
the weekly social skills lessons. 5 4 3
9. Having the same group of students each week has helped me build
rapport with my social skills class. 5 4 3





















I was a teacher at Sandy Springs Middle School for the 2002-2003 school
year. Yes No
I taught at the following grade level(s) during the 2002-2003 school year. 6* T* 8th
APPENDIX E
Social Skills Training - Student Questionnaire
Please evaluate the quality and effectiveness of the social skill’s instruction you have been
exposed to this year. Use the rating scale below to describe your feelings about each item.
Do not write your name on this evaluation. Thank you.
4 3 2 1
Strongly Agree Agree Disagree Strongly Disagree
1. I understand the concept of “/ messages.” 4
2. I know how to solve problems by using “/ messages.” 4
3. I know at least one strategy for finding solutions to different
personal problems. 4
4. I understand how to use conflict resolution strategies to solve a conflict. 4
5. I am an active listener. 4
6. I respect my teachers. 4
7. My teachers view me as a respectful person. 4
8. I respect my classmates and peers. 4
9. My classmates view me as a respectful person. 4
10. I understand the importance of setting goals. 4
11. I have established goals for myself this year. 4
12. I have written a personal plan of action to achieve my goals for this year. 4
13. For the most part, I follow the school rules. 4


















































4 3 2 1
Strongly Agree Agree Disagree Strongly Disagree
1 am nice and some times do nice things for others.
I am a responsible person.
I bring my agenda to class daily.
I complete my homework and class work as assigned.
My teachers can depend on me to be responsible.
I think that students my age can benefit from social skills lessons.
I apply some of the strategies I’ve learned from my social skills
lessons at school.
I sometimes observe my classmates applying strategies and concepts
discussed in social skills team time.
I apply some of the strategies I’ve learned from my social skills
lessons at home.
The social skills lessons are interesting.
My teacher seems prepared to teach the social skills lesson.
The social skills class and lessons seem important to my teacher.
My social development seems important to my social skills teacher.















I am in the following grade: 6* 7***
I have been a student at SSMS since the start of the school year. Yes
I attended SSMS last school year. Yes


































School Climate - Faculty Questionnaires
Use the scale to respond twice to each of the following statements. First, on the left side
indicate how you agree with each statement about the school before the social skills
trainingprogram began. Second, on the right side indicate how you agree with each















Strongly Disagree Agree Strongly
Disagree Agree
None or very few students have discipline problems.
Student discipline is not a problem in classrooms.
Student safety is not a problem at this school.
The Social skills program then/now shows how to assess causes for
students’ discipline problems.
Social skills lessons were organized to deal with the real causes of
students’ problems.
Social skills lessons eliminate the causes for discipline problems in the
instructional process.
Social skills lessons were/are scheduled at the appropriate time.
Teachers having the same group for social skills class help to build
rapport with students.
Training for assessing the causes for students’ discipline problems is
adequate.
Training is adequate for teaching social skills lessons so as to prevent
students’ misbehavior in regular classes.















1 2 3 4 Parents of students with discipline problems teach social skills to their students. 12 3 4


























I 2 3 4
Strongly Disagree Agree Strongly
Disagree Agree
THEN NOW
August 2002 September 2004
3 4 The social skills program then/now is worth the cost as misbehaving
students are on task in classes
3 4 The social skills program is implemented as intended
3 4 All teachers effectively implement the rules about discipline
3 4 Faculty agreement is high on how to maintain student discipline
3 4 The responsibility for student behavior is shared by all faculty members.
3 4 Faculty members help each other in school.
3 4 Teachers appreciate the work of each other.
3 4 Students value the hard work of teachers
3 4 Parents value the hard work of teachers
3 4 Administration appreciate and reward the creative work of teachers.
3 4 Teachers are flexible when dealing with discipline problem students.
3 4 The discipline program helps students with discipline problems to become
better learners
3 4 Homework assignments are appropriate for students with discipline problems.
3 4 Students with discipline problems work on task when given assignments.
3 4 The curriculum activities are relevant to discipline problem students’
learning and social needs.
3 4 The district curriculum teaching strategies are addressing the learning and
social needs of discipline problem students



















3 4 The administration supports teachers in matters related to student discipline 12 3 4
3 4 The administrators communication with teachers about an office referral 12 3 4
is appropriate.
3 4 Communication with parents about student misbehavior is appropriate. 12 3 4
3 4 The administrative plan for dealing with student absences and tardiness 12 3 4
is appropriate.
APPENDIX G
School Climate - Student Questionnaire
Use the scale to respond twice to each ofthefollowing questions.
First, on the left side, think about how things were at this school at the beginning of the b* j
























Do you feel safe? 1
Is your school clean and inviting? 1
Is your principal a good leader? 1
Are you treated with dignity and respect? 1
Does your school provide positive experiences for all students? 1
Is student behavior at your school satisfactory? 1
Are your school’s guidance and counseling services satisfactory? 1
Are the school resource officers at your school effective? 1
Is student behavior at your school appropriately managed? 1
Are students respectful of each other? 1
Do you take pride in being a member of your school’s community? 1
Do the principals at your school respect you? 1
Do you feel that your teachers understand when students have 1
personal problems at your school?



















How to Implement A Successful Social Skills Program.
School administrators should follow the instructions below to implement a similar
social skills program.
1. Use the school’s student data program to analyze the discipline data.
2. Identify the school’s top discipline data based on the data analysis.
3. Schedule a workshop with your school’s faculty, central office staff
(preferably from the central level Discipline Office), and the parents of some
ofyour more challenging students to share the discipline data and devise
suggestions and solutions to address the top five infractions.
4. Review the suggestions and suggest the implementation of social skills
training if it is not suggested in your workshops.
5. Form a committee including teachers, counselors and an administrator to
discuss and develop a plan of action. The plan of action should include the
school’s goals as it relates to the reduction of the top five discipline
infractions. The identification of resources which should be used in writing
the weekly social skills lesson. The plan should also outline who will be
responsible for writing the lessons that address the specific behaviors the




social skills classes, who will be responsible for reading the “skill of the
week” over the intercom; and who will be responsible for presenting quarterly
discipline updates and share literature review on social skills training; and
finally who will be responsible for distributing two surveys (one mid year and
one at the end of the year) to gather information on teacher’s feelings
concerning the effectiveness of the program.
6. Meet with your students via grade level meetings and your collected faculty to
share the school’s discipline goals concerning the research regarding social
skills training and it’s positive impact on student achievement and student
behavior.
7. Develop a calendar that identifies when each skill set will be presented and
agree on the date the first lesson will be taught.
8. Include in your school’s newsletter information about the program and
encourage parents to discuss the skill sets being introduced each week their
child(ren).
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